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	 Elementary	 Secondary1	 Grade	Unknown2	 Total	 Percent	
Full-Time	 	 	 	 	 	
		Women	 6,743	 1,894	 2,038	 10,675	 76%	
		Men	 1,251	 1,525	 568	 3,344	 24%	
Total	Full-Time	 7,994	 3,419	 2,606	 14,019	 	
Part-Time3	 	 	 	 	 	
		Women	 444	 170	 103	 717	 74%	
		Men	 137	 100	 20	 257	 26%	










































































































Less	Than	Bachelor's	 129	 1.2%	 144	 4.3%	 273	 1.9%	
Bachelor's	 4,487	 42.0%	 1,317	 39.4%	 5,804	 41.4%	
Bachelor's	+	15	or	more	Cr	 1,290	 12.1%	 514	 15.4%	 1,804	 12.9%	
Master's	or	more	 4,769	 44.7%	 1,369	 40.9%	 6,138	 43.8%	




























United	States	 61,275	 63,287	 61,005	 60,483	 -1.3	
NE	Average	 64,751	 67,279	 68,018	 67,188	 0.04	
Maine		 52,121	 52,784	 52,228	 51,663	 -0.9	
New	Hampshire		 55,306	 58,894	 58,819	 57,833	 4.6	
Vermont		 55,341	 56,193	 58,642	 58,527	 5.8	
Massachusetts	 68,271	 79,306	 79,861	 79,710	 16.8	
Connecticut		 75,892	 73,670	 74,796	 73,113	 -3.7	











































































































teacher	 88.8%	 91.8%	 76.9%	 77.2%	
Left	teaching	in	public	school	
but	still	in	education	 3.5%	 2.2%	 6.5%	 6.7%	



























































































































I	felt	very	unprepared	 --	 6.9%	 6.2%	
I	felt	somewhat	unprepared	 13.6%	 17.2%	 --	
I	felt	somewhat	prepared	 	50.0%	 31.0%	 	31.2%	





































































































































































































































































































































































































I	am	satisfied	with	my	role	as	Administrator	 47%	 40%	 6%	 7%	
My	administrator	program	prepared	me	for	success	 30%	 45%	 53%	 10%	
I	was	well-prepared	for	the	politics	of	leadership	 25%	 38%	 14%	 23%	
The	professional	development	I’ve	participated	in	as	
Administrator	has	been	relevant	
47%	 36%	 10%	 4%	
My	professional	development	has	been	
sustained/ongoing	

































I	am	satisfied	with	my	role	as	Administrator	 59%	 29%	 5%	 7%	
My	administrator	program	prepared	me	for	success	 24%	 44%	 17%	 14%	
I	was	well-prepared	for	the	politics	of	leadership	 20%	 38%	 10%	 32%	
The	professional	development	I’ve	participated	in	as	
Administrator	has	been	relevant	
46%	 41%	 7%	 6%	
My	professional	development	has	been	
sustained/ongoing	
57%	 30%	 7%	 5%	
	
Although	88%	of	administrators	with	6	or	more	years	of	experience	in	their	current	
role	say	they	are	satisfied	with	their	role,	55%	say	they	seriously	considered	leaving	their	
role	in	the	last	school	year.	This	varies	considerably	by	position.	Superintendents	are	the	
most	satisfied	with	40%	seriously	considering	leaving,	and	Directors	and	Assistant	
Directors	of	Special	Education	the	least	satisfied	with	71%	considering	leaving	their	
position.		
Table	16:		In	the	last	school	year,	have	you	seriously	considered	leaving	
your	role	as	administrator?	(Experienced	Administrators)	
Position	 Yes	 No	
Principals	and	Assistants	 59%	 41%	
Superintendents	&	Assistants	 40%	 60%	
Special	Education	Directors	and	Assistants	 71%	 29%	
Curriculum	Coordinators	and	Other	 60%	 40%	
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Maine	public	school	administrators	spend	long	hours	on	the	job.	A	cumulative	total	
of	83%	reported	working	10	or	more	hours	per	week	outside	of	the	school	day;	over	40%	
were	working	20	or	more	additional	hours	per	week	including	evenings	and	weekends.	
One	administrator	wrote	“24/7”	when	asked	how	many	hours	outside	of	the	school	day	
they	worked.		
Table	17:	Hours	per	Week	Worked	Outside	of	the	School	Day	
Additional	Hours	
per	week	
Frequency	 Percent	
<10	 44	 16.8%	
10-19	 106	 40.5%	
20-29	 78	 29.8%	
30-39	 25	 9.5%	
40	or	more	 9	 3.4%	
Total	 262	 100%	
	
These	long	hours	have	a	significant	impact	on	Administrators.	Administrators	who	
reported	working	20	or	more	extra	hours	per	week	were	significantly	more	likely	to	report	
having	seriously	considered	leaving	their	position	in	the	last	year,	at	68%	compared	to	
41%	of	those	who	reported	working	less	than	20	extra	hours	per	week.	This	was	a	
significant	relationship	(chi-square,	p<.001).		These	patterns	varied	somewhat	by	position	
type,	with	53%	of	Principals,	52%	of	Superintendents,	48%	of	Assistant	Superintendents,	
35%	of	Directors	and	Assistant	Directors	of	Special	Education,	and	32%	of	Assistant	
Principals	reporting	working	20	or	more	hours	per	week	outside	of	school.	
More	than	a	quarter	(27%)	of	administrators	report	stress	that	interferes	with	their	
sleep.		The	most	common	source	of	stress	was	the	volume	of	work	and	lack	of	resources.	
Administrators’	top	three	causes	of	stress	are	described	in	Table	18.		
	
	
 
 
36	
Table	18:	Administrators’	Top	Three	Issues	Causing	Stress	
Stressor	 Percent	
choosing	
High	self-expectations	 51%	
Supervision	and	Evaluation	 34%	
State	reporting	 33%	
Budgeting	 27%	
Evening	meetings	 26%	
Accountability	 23%	
Litigation	 21%	
School	Board	relations	 21%	
External	communications	(press,	
social	media,	etc.)	 14%	
Collective	Bargaining	 12%	
	
In	written	comments,	Administrators	provided	these	illuminating	details:	
• “The	majority	of	my	day	is	putting	out	fires..	.		Staff	support,	parent	needs	and	paperwork	
consume	that	majority	of	my	days.		My	job	is	impossible	and	when	I	speak	to	my	colleagues	
everyone	is	in	the	same	boat.		We	are	expected	to	be	on	the	job	24/7.	We	are	all	burned	to	
a	crisp.”		
• “That's	the	biggest	stressor,	that	there	are	simply	far	too	many	demands	to	do	any	aspect	
of	it	really	well.		I	come	out	of	an	hour	meeting,	for	example,	to	find	2-3	hours	worth	of	
emails	and	to-do	items	that	have	piled	up	in	that	hour.		.	.	.	I	think	it's	important	for	
policymakers	to	recognize	that	the	pressures	and	tasks	are	relentless,	that	this	drives	some	
from	administration,	and	that	others	not	yet	in	administration	see	this	and	don't	want	it	
for	themselves,	hence	shortages.”	
• “Public	schools	are	expected	to	do	far	more	than	we	have	the	resources	to	support.”	
A	teacher	observed	the	impact	of	administrators’	workloads:	
• “Supportive	administrators	can	become	less	so	as	demands	on	them	are	increased.	This	is	
more	evident	now	than	when	I	took	this	position	12	years	ago.”	
One	issue	mentioned	by	many	administrators	was	mental	health	issues	of	students	
and	their	families.		
 
 
37	
• “The	amount	of	mental	health	issues	affecting	students	is	causing	a	huge	amount	of	stress	
on	staff	at	all	levels.”	
• “A	majority	of	administration	time	is	not	on	instruction	and	the	teaching	and	learning,	but	
on	the	growing	number	of	dis-regulated	children	due	to	drugs	and	its	overwhelming	
impact	on	families,	communities	and	our	culture.”	
• “Students	are	entering	our	school	with	greater	needs,	emotionally,	behavioral	and	
educationally.		This	is	causing	a	strain	on	our	resources	across	the	board,	(finances,	space,	
staffing,	etc).		
Aside	from	the	pressing	need	for	more	resources	and	staff,	Administrators	
repeatedly	mentioned	reporting	as	an	issue:	
• “Stop	the	constant	stream	of	reports	--	PreK,	Teacher	Eval,	NEO	reports,	GaTE	
applications,	etc,	etc”	
• “New	State	mandates	and	reporting	take	time	away	from	important	work	with	staff	and	
students.”	
• “State	reporting	is	all	consuming.	The	same	information	is	asked	for	on	multiple	forms	(ie	
attendance	and	behavior	on	CNA	as	well	as	district	reports).”	
Changes	in	policy	was	another	common	refrain:		
• “Policymakers	and	lawmakers	are	continuously	changing	and	moving	the	goal	posts	for	
schools	and	districts.”	
• “It	is	nearly	impossible	to	keep	up	with	the	continuous	changes	at	the	state	level.		I	would	
love	more	autonomy	to	use	my	expertise	in	order	to	help	our	district	make	the	best	
decisions	in	order	to	support	our	students.”	
• “Hold	targets	still	so	schools	can	hit	them.	It	takes	years	to	make	meaningful	change	in	
schools.	Yo-yoing	between	different	assessments	and	standards	sets,	perpetually	enacting	
new		mandates		for		schools	makes	the	job	feel	insurmountable	at	times	and	perpetuates	
the	‘just	wait	a	few	minutes	and	this	too	shall	pass’	mindset	among	some	educators.”	
Many	Administrators	felt	unsupported.	They	are	blamed	for	situations	for	which	
they	have	little	control	and	have	little	ability	to	respond	due	to	the	need	to	respect	the	
privacy	of	the	students	and	staff	involved.		
• “I	think	it	is	important	that	the	DOE	supports	schools	particularly	as	parents	complain	or	
file	for	due	process.		It	often	feels	as	if	the	DOE	automatically	assumes	ill	intent	by	the	
district.”			
• “Administrators	are	often	put	in	no	win	situations	-	we	can	never	make	everyone	happy.		
We	are	almost	always	seen	as	the	"bad	guy"	;	the	press/social	media	vilify	administrators	
and	educators	daily	(and	we	can't	respond),	which	makes	it	difficult	to	attract	people	to	
this	profession	-	who	wants	to	work	in	a	field	that	is	looked	down	on	by	most,	where	you	
are	blamed	for	everything	wrong	with	society?”	
• “Community	members	perpetuating	misperceptions	in	public	forums,	social	media	has	
escalated	the	level	of	stress	associated	with	the	job.	I	feel	ill	equipped	to	address	this.”	
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• “There	are	just	so	many	years	you	can	give	your	blood,	sweat	and	tears	and	feel	like	it	isn't	
enough...	I	cannot	take	being	bashed	on	Facebook	or	social	media	when	a	parent	doesn't	
get	the	outcome	they	desire	involving	their	child..	.	All	of	my	decisions	are	based	on	what	is	
best	for	the	students	in	my	district.”	
One	administrator	saw	a	recent	improvement:	
• “I	love	my	job	but	it	is	very	time	consuming,	stressful,	and	challenging.	Feeling	supported	
by	Governor	Mills	and	Commissioner	Makin	has	made	a	world	of	difference	in	how	we	feel	
about	our	jobs.”	
	
Overall,	these	findings	for	Maine’s	public	school	administrators	reinforce	the	
prevailing	concern	over	the	impending	shortage	of	qualified	leaders.	The	challenges	in	
supply,	preparation,	and	workload	identified	in	prior	studies	of	our	educator	workforce	
have	not	abated.	Conclusions	and	recommendations	arising	from	these	findings	are	
outlined	in	the	final	section	of	this	report.			
	
Discussion	and	Policy	Implications	
Recruitment	
The	findings	from	surveys	point	to	several	potential	changes	that	may	make	public	
school	employment	more	attractive	for	teachers	and	administrators:		
• Centralized	job	listings.	Teachers	at	all	experience	levels	rely	heavily	on	job	search	
services	to	locate	openings,	as	do	beginning	administrators.	However,	prior	MEPRI	
studies	found	that	some	of	Maine’s	smaller	and	budget-strapped	rural	districts	choose	
not	to	participate	in	such	listing	services	due	to	budget	constraints.	This	places	them	at	
a	distinct	disadvantage	for	finding	candidates.	Moreover,	a	statewide	job	application	
system	would	create	an	opportunity	for	rich	data	to	help	identify	areas	of	the	state	with	
the	most	critical	shortages.	The	recently-implemented	Maine	Educator	Information	
System	(MEIS)	has	a	readily-available	job	matching	feature	that	could	be	adopted	into	
Maine’s	certification	system	for	no	additional	ongoing	cost.		However,	that	service	
would	require	initial	costs	to	tailor	the	built-in	function	to	meet	Maine’s	needs.	More	
importantly,	if	the	certification	office	is	to	expand	its	scope	to	also	support	job	
placement,	it	would	require	additional	ongoing	staff	capacity	to	oversee	and	provide	
advising	for	both	employers	and	applicants.			We	strongly	recommend	a	feasibility	
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assessment	to	determine	the	costs	and	needs	for	activating	this	built-in	feature	of	the	
MEIS	system	in	order	to	maximize	support	for	districts	to	locate	and	recruit	eligible	
applicants.	Potential	resources	to	support	this	work	include	Title	II	funds	and	federal	
discretionary	grants.	Resources	for	this	work	may	also	be	available	by	reprioritizing	the	
use	of	funds	from	Maine’s	state	longitudinal	data	system	grant.	The	need	for	an	efficient	
system	to	match	applicants	to	position	openings	is	more	critical	than	ever	in	the	face	of	
the	heightened	staff	shortages	caused	by	the	Covid-19	pandemic.		
• Streamlined	certification	requirements.		Maine	is	poised	to	consider	a	major	
overhaul	of	state	regulations	regarding	initial	certification	requirements;	work	is	
already	underway	to	gain	stakeholder	input	that	will	frame	the	rulemaking	process.	
MEPRI	prepared	a	report	in	2017	13		that	compiled	the	available	research	to	inform	this	
process.	The	recommendations	provided	in	that	report	are	consistent	with	the	feedback	
from	teachers	seeking	more	flexible	ways	to	demonstrate	their	knowledge	and	skills,	
including:	
o expanded	reciprocity	with	other	states	for	an	initial	certificate;		
o more	options	for	demonstrating	content	knowledge	through	a	combination	of	
coursework,	assessments,	and/or	professional	experience		
o performance-based	assessment	of	demonstrated	pedagogical	knowledge	and	
skills	instead	of	reliance	on	course	credits;	and	
o ensuring	that	all	preparation	pathways	align	to	Maine’s	initial	teaching	
standards	and	thus	to	the	professional	expectations	(PE/PG	systems)	that	are	
used	to	assess	in-service	teachers.	
• Compensation.	As	noted	in	the	report,	Maine	has	already	taken	recent	legislative	
action	to	increase	the	minimum	teacher	salary	to	$40,000.	This	is	an	important	step	
that	has	not	yet	reached	full	implementation,	and	thus	had	not	yet	had	the	chance	to	
yield	results	for	improving	teacher	recruitment.	This	policy	should	receive	continued	
support	and	commitment	for	full	implementation.	This	may	prove	challenging	in	the	
face	of	impending	state	budget	shortfalls.		It	may	also	be	advisable	to	require	periodic	
																																																								
13 Fallona,	C.	and	Johnson,	A.	(2017)	An	Examination	of	Features	of	Evidence-based	Teacher	
Credentialing	Systems.	Accessed	at	https://mepri.maine.edu/posts	
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adjustment	of	the	minimum	salary	on	a	pre-set	cycle	so	that	the	minimum	can	keep	
pace	with	inflation.	Future	analyses	can	also	be	conducted	to	assess	whether	Maine’s	
minimum	salary	is	helping	to	close	the	salary	gap	between	teachers	and	other	
professions	requiring	similar	education	and	training.	Secondly,	policymakers	should	
revisit	and	consider	a	recommendation	from	the	2001	study	that	was	not	implemented:	
allowing	career-changers	to	collect	the	social	security	amount	to	which	they	are	
otherwise	entitled	in	retirement	based	on	their	prior	contributions,	in	all	or	in	part,	as	
well	as	their	earned	state	pensions.	The	current	state	policy	of	reducing	state	
retirement	payments	to	adjust	for	social	security	continues	to	be	a	barrier	for	
individuals	to	consider	public	school	teaching	in	Maine,	and	hinders	recruitment	from	
other	states	and	professions.	
Professional	Preparation	&	Induction	
		 Survey	feedback	also	provides	insights	into	the	need	for	better	models	for	preparing	
and	supporting	beginning	teachers	and	administrators.			For	teachers,	a	companion	MEPRI	
report	(2020)14	describes	recommendations	for	building	“Grow	your	own”	pathways	to	
recruit	and	train	individuals	in	the	underserved	communities	in	which	they	live.	Residency	
models—in	which	teacher	candidates	receive	income	through	school	employment	or	
fellowships	to	ease	the	financial	strain	of	pursuing	a	teacher	education	program—are	
needed	now	more	than	ever.	Schools	are	in	dire	need	of	additional	staff	to	support	in-
person	and	remote	instruction	due	to	reduced	class	sizes	and	a	shrinking	pool	of	teachers.	
Results	of	this	survey	suggest	that	such	residency	models	should	include	a	year-long	
internship	to	bolster	the	graduates’	level	of	preparedness.	
MEPRI	has	also	prepared	similar	reports	(201715,	201816)	to	inform	administrator	
preparation	with	analogous	recommendations	for	more	flexible	and	adaptive	on-the-job	
																																																								
14	Jessen,	Fairman,	Fallona,	and	Johnson	(2020).	Considering	Grow	Your	Own	Models	Examining	
Existing	Teacher	Preparation	Models	in	Maine.	http://mepri.maine.edu/posts	
15	Mette,	Fairman,	Terzi	(2017).	Strategies,	Supports,	and	Supervision	of	Teacher	Leaders	and	
Development	of	Future	School	Leaders.	http://mepri.maine.edu/posts	
16	Fairman	and	Mette	(2018).	Exploring	Innovative	Models	for	School_Leadership	in	Maine.	
http://mepri.maine.edu/posts	
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learning.	Increased	mentoring	supports	are	also	needed	for	both	teachers	and	
administrators.	We	recommend	continued	attention	to	developing	regional	approaches	to	
coaching	of	beginning	teachers	and	administrators.	Regional	models	are	more	efficient	
than	district-level	supports	as	they	allow	a	greater	economy	of	scale,	particularly	for	
administrators.		Moreover,	a	regional	network	allows	some	separation	from	the	
Professional	Evaluation	/	Professional	Growth	(PE/PG)	systems	that	are	in	place	in	each	
school,	which	creates	more	opportunities	for	formative	feedback	and	candor.	
Retention	
	The	survey	feedback	points	to	a	continued	need	to	take	stock	of	key	challenges	that	
are	often	cited	as	reasons	why	educators	choose	to	leave	the	profession	(either	to	change	
careers	or	to	retire).		Higher	compensation	was	cited	by	both	teacher	and	beginning	
administrators	as	an	enticement	to	remain	in	their	roles.	In	addition,	both	groups	identified	
prevalent	job	conditions	that	detract	from	their	work.	For	teachers	the	most	often	cited	job	
challenges	were	1)	a	need	for	more	resources	(staff,	programs,	leadership)	to	support	the	
increasing	intensity	of	students’	social	and	emotional	needs;	and	2)	reduced	administrative	
responsibilities	and	paperwork	(especially	in	special	education).	Administrators	identified	
their	biggest	work	condition	challenges	as	overall	workload	(and	specifically	a	work	
schedule	that	is	not	family-friendly),	the	burden	of	supervising	and	evaluating	staff,	and	
state	reporting	requirements.	Each	of	these	issues	have	been	frequently	cited	and	
discussed	in	recent	policy	conversations,	accompanied	by	recommendations	for	addressing	
these	challenges	through	increased	resources	and	professional	development.		
General	
As	a	final	recommendation,	we	encourage	reconsideration	of	the	MDOE’s	current	
practice	of	not	collecting	data	on	race	and	ethnicity	of	school	staff.	There	is	mounting	
evidence	that	having	an	education	workforce	that	reflects	the	social	and	cultural	diversity	
of	our	student	body	has	a	positive	overall	impact	on	student	success.	As	Maine’s	population	
continues	to	become	less	homogenous	it	is	imperative	that	we	increase	our	efforts	to	
recruit	teachers	and	administrators	of	color.	We	must	resume	collecting	basic	demographic	
information	about	our	workforce	if	we	are	to	assess	the	effectiveness	of	such	efforts.		
